This research examined longitudinally over one year attitudinal and motivational changes of 296 Japanese 7th-grade students learning English. Levels of student's interest and emotion, study habits, perceived utility of English and familiarity with English-speaking people, as well as degree of parental encouragement, and self-rated attainment all decreased from the beginning of the school year until the third or seventh month, being followed by a stabilizing trend after those periods. Student's goals became realistic after the learning for one year. Students with initially high English ability performed better and showed more positive attitudes and motivation than those with initially low ability, whereas the former were suggested to be more vulnerable to the junior high school environment than the latter. Girls had higher scores than boys in most attitudinal and motivational variables, although girls had a lower expectancy of their own performance than boys in the goal-setting area. Instrumental and integrative types of motivation in learning English were not differentiated in the students' perceptions at the beginning of their English education in the seventh grade.
The transition from elementary school to junior high school is one of the most stressful life-events during early adolescence. Seventhgrade students who enter a junior high school encounter new aspects of school, such as new school buildings, a greater variety of teachers and classrooms, new classmates, and new school rules, in their everyday interaction with the new educational environment (Wapner, Kaplan, & Cohen, 1973) . Students start learning English at the seventh grade level, and it is one of the new aspects of junior high school which Japanese students face.
It has been observed by some researchers that initially most Japanese seventh-grade students were motivated to learn English, but that they became more negative in their attitudes toward learning English during their three grade levels (Matsuhata, 1970; Nudelman,1985) . Studies based on subjects' real-time responses, however, do not support such declines in attitude and motivation in learning English (Ishiguro, 1961; Yoneyama, 1979) . Whereas the above studies examined students over all three grades of junior high school, more concern should be focused on the seventh grade, as it is the first stage for learning English. The seventh-grade students have interactions with a new school environment, and the process of personally structuring the situation contains drastic changes. Little research, however, has been conducted on this early period even in other non-native language learning situations in other countries. Thus the first goal of the present study is to investigate attitudinal and motivational changes regarding student's learning of English, longitudinally throughout the seventh grade.
with relationships between student's initial English ability levels, their sex, and their attitudinal and motivational changes concerning the learning of English. Yamada (1986) found that individual differences in English ability exist before the entrance to junior high school, and that the differences have some influence on subsequent English achievement. This result supports Wapner et al.'s (1973) notion that earlier modes of adaptation influence later ones. In Yamada (1986) , however, main surveys were conducted only one time a year in the seventh and eighth grades respectively, and longitudinal changes in achievement were not examined throughout all of seventh grade. Nor did it measure other attitudinal and motivational variables, except for English-ability-related ones, such as English achievement test scores and knowledge of the alphabet. A student's sex is suggested as being one of the influential factors in language learning, in that girls of this age have a stronger memory than boys, which is assumed to contribute positively to language proficiency (Hatori, 1972) . The present investigation attempts not only to get support for this suggestion in achievement, but also to examine sex differences in other attitudinal and motivational variables.
The literature on achievement motivation indicates that a student's self-rated attainment, rather than measures of actual attainment per se, such as achievement test scores, is the more powerful predictor of achievement motivation and behavior (e.g., Dweck, 1986) . Learning a foreign language, however, has not been examined enough in this paradigm. As part of our investigation of student's attitudes and motivation, we examine changes in their own self-rated attainment over a one-year span of learning English.
Expectancy, or goal-setting, is one important achievement behavior, for people act in a manner that is consistent with their goals. The present study surveys the patterns of expectancy that students with high/low initial English ability exhibit. Concerned with sex differences, Crandall's study (cited in Fischer & Leitenberg, 1986) suggests that males may have a generally higher expectancy than females.
The third purpose of the present study is concerned with types of motivation clusters. As regards the role of attitudes and motivation in non-native language learning, Gardner and Lambert (1972) introduced the constructs of "integrative" and "instrumental" motivation. Integrative motivation is characterized by a desire to learn more about the group of speakers of the target language, to meet more and different people, and to affiliate with and be accepted by the target group. Instrumental motivation reflects a more utilitarian value, such as that placed upon attained proficiency in the target language (Gardner & Lambert, 1959) .
However, the distinction between integrative and instrumental motivations is not always easy. For example, integrative motivation (e.g., a desire to affiliate with the target language community) may underlie apparent instrumentality (e.g., an interest in future occupational uses of the language) in certain situations (Ely,1986) . In addition to this vagueness, learning English in Japanese schools has another complex aspect: the Japanese entrance examination system. English is an obligatory hard-core subject as an entrance examination requirement for nearly all high schools and universities in the system (Nudelman, 1985) . However, little empirical research has been conducted in Japan on this issue of the distinction between integrative and instrumental motivations in junior and senior high school settings. This study aims to examine the validity of the distinction, and some other clusters in addition to these two types of motivation are set up according to Yoneyama (1979) , in an attempt to obtain a wider understanding of students' overall attitudes and motivation concerning learning English at the junior high school level.
In summary, this study longitudinally ex-amines motivation and attitudes regarding learning English among seventh-grade students. The major questions addressed are: (1) How do attitudes and motivation change during the seventh grade?; (2) How are initial levels of knowledge of the English alphabet, and student's sex related to their attitudes and motivation?; and (3) Is integrative motivation distinguishable from instrumental motivation in Japanese seventh-grade students?
Method Subjects Subjects were 296 Japanese 7th-grade (150 boys, 146 girls) students, who were drawn from two public junior high schools in suburban areas of Fukuoka city, with a predominance of middle-class homes. Procedure
The surveys were administered to regular classes by English teachers during class hours. The subjects were assessed longitudinally at four points in time: at the first English class (April: T1), at the end of the third month June: T2), the seventh month (October: T3), and at the end of the eleventh month (February in the following year: T4). The second to fourth surveys were conducted within a week before each English achievement test.
Materials and Variables
Knowledge of alphabet and learning experience at entrance. The subjects were required to write down as many capital and small English letters as possible. They were also asked to report their experience in studying English by circling one of the four categories: (a) no experience, (b) have studied English at a preparatory school or an English conversation school outside regular school, (c) have studied English by oneself through radio or TV programs, or reference books, and (d) have studied by other means. These were measured at Ti.
The scale of attitudes and motivation in learning English (AMLE). This 36-item scale was constructed mainly on the basis of Yoneyama's (1979) questionnaire, and consisted of seven clusters: study habits, instrumental motivation, integrative motivation, interest and emotion, extroversion, parental encouragement, attitudes toward the cultural and social systems of English-speaking people (culture/ society factor). Responses were scored on a five-point scale from 1 (definitely not my feeling) to 5 (definitely my feeling). This scale was administered at four different points, T1 to T4.
English achievement. Scores from four English achievement tests were obtained. These tests had been prepared by English teachers at each school, and administered simultaneously for educational evaluation to all seventhgrade students at the school at the middle of May (T1), at the beginning ofJuly (T2), at the middle of October (T3), and at the beginning of March of the following year (T4). Scores were standardized for each test in each school (M = 50, SD = 10).
Self-rated attainment. Subjects were asked to rate their own present attainment using a ten point scale three times at T2, T3, and T4. The question format was as follows:
The ten squares shown underneath indicate what you have studied in English classes since the beginning of junior high school. Fill out number of squares to show about what percent of the material studied, you think, you have actually learned and remembered.
The numbers of squares filled in were counted as self-rated attainment scores.
Goal settings. Subjects were asked to estimate the marks they thought they would get on the next examination. All examination papers were marked on the basis of 100 points. The differences between the goal marks for the next examination (Gn) and for the attained latest achievement test scores (Ap) were defined as the goal discrepancy (GD) scores: GD = Gn-Ap. Goal settings were required three times at T2, T3, and T4.
Results

Categorization of Subjects Based on Knowledge of Alphabet at Entrance
The median for the combined number of capital and small English letters which the subjects wrote down was 39.5 (M= 37.9, SD= 12.8, mode = 52). Based on this number, a median split was employed to divide subjects into high (H group: boys = 70, girls 78) and low (L group: boys = 80, girls = 68) initial English ability groups. Distribution of sex did not differ between the two groups (x2(1) = 1.35, p > .24). Factor Analysis of AMU:
Factor analysis of responses to AMLE at T1 was performed by a principal-factor analysis with Promax rotation. Cattell's scree test, which employs criteria based on the magnitude of the eigenvalues, indicated that five factors should be extracted (see Table 1 ). Four out of the five factors were designated with the same names as clustered in the scale construction: interest and emotion (F1), parental encouragement (F2), study habits (F4), extroversion (F5). The third factor was a combined measure of instrumental motivation (items 3, 9, 18) and integrative motivation (items 21, 27, and 33), and was designated as perceived utility of English and familiarity with English speaking people (utility/familiarity: F3). The items which had been clustered in the culture/society factor (item 16, 28, and 34) were not isolated as one factor. Additional six-and seven-factor solutions did not contain any of the isolated factors of instrumental motivation, integrative motivation, or culture/society, either.
Subscale scores were determined by averaging students' responses to items designed to measure each factor or subscale. Since item 28 indicated a different meaning from the other five items in F4 and had the least loading in the factor, it was deleted from the calculation. Coefficient alpha reliability estimates for the subscales were: .86, .78, .77, .75, and .53 for Fl to F5, respectively. AMU: Scores and Achievement Students' AMLE subscale scores and English achievement test scores were analyzed with 2 (high/low initial English ability groups: Group) x 2 (Sex) x 4 (Time) ANOVAs with repeated measures on the last factor. In the present study Newman-Keuls test was performed for group comparisons, after examination of simple main effects when necessary. The results of following ANOVAs are presented in Table 2 . Table 3 indicates mean scores concerning main effects: Group, Sex, and Time. Significant Group main effects in all variables except for the utility/familiarity subscale indicate that the H group had higher scores than the L group. Significant Sex main effects in all variables except for the parental encouragement and the extroversion subscales show that girls had higher scores than boys. Significant Time main effects revealed decreases in the four subscales: interest and emotion, parental encouragement, utility/familiarity, and study habits. Statistically non-significant differences were found among T2, T3, and T4 in parental encouragement, and between T3 and T4 in the other three subscales.
In addition to these main effects, six significant interaction effects were found in the analyses. Table 4 indicates mean scores by Group x Sex and Group x Time. Group x Sex interaction effects reached statistical significance in parental encouragement, study habits, and English achievement. For these measures, boys had lower scores than girls in the L group, while in the H group the differences between boys and girls were non-significant.
In the Group x Time interaction effect in interest and emotion, the H group showed a continuous decline at T1 to T3 and had higher scores than the L group at these same three periods. No significant differences were found between T1 and T2 and between T3 and T4 in the L group. In English achievement, the scores of the H group increased The Sex x Time interaction effect in study habits revealed that girls' scores (T1 = 3.98 , T2 = 3.71, T3 = 3.42, T4 = 3.27) decreased Table 3 Mean scores by Group, Sex, and Time Note. AMLE = the Scale of Attitudes and Motivation in Learning English.
Utility/Familiarity = Perceived utility of English and familiarity with English speaking people. from T1 down to T4, while boys' scores (T1 = 3.73, T2 = 3.45, T3 = 3.14, 74 = 3.18) went down between T1 and T3. At the first three periods boys showed lower scores than girls. Self-Rated Attainment The self-rated attainment was reasonably correlated with the corresponding achievement over the three periods (T2, r = .42: T3, r=55: T4, r = .40). This variable was analyzed with a 2 (Group) x 2 (Sex) x 3 (Time) ANOVA with repeated measures on the last factor ( Table 2 ). The H group had higher scores than the L group. The significant Time main effect indicated that responses at T2 were higher than those at 13 and T4 (Table 3 ). In the Group x Time interaction effect, it was revealed that the H group's score continuously decreased from 12 to 74, while the L group's score increased from T3 to T4 after a decrease from T2 to T3 (Table 4) . Goal Settings GD scores were analyzed with a 2 (Group) x 2 (Sex) x 3 (Time) ANOVA with repeated measures on the last factor ( Table  2 ). The L group had a higher score than the H group, and boys scored higher than girls. The significant Time main effect indicated that GD scores increased substantially over the three periods (Table 3) .
In the Group x Time interaction effect, scores of the L group increased over the three periods and were higher than those of the H group at T3 and T4. The H group score at T4 was higher than those at T2 and T3 (Table 4 ). The Sex x Time interaction effect revealed that the scores of boys (T2 = -13.4, T3 = -7.4, T4 =-0.6) increased over the three periods, while those of girls (T2 = -17.8, T3 =-11.3, T4 = -10.0) increased only between T2 and T3. Boys showed higher scores than girls over the three periods.
Learning Experience
For the purpose of making a statistical test, response categories (b) to (d) (some experience) in the learning experience item were combined to contrast with category (a) (no experience). The proportion of subjects with some experience in learning English at entrance was higher in the H group (N= 135, 91.2%) than in the L group (N= 68, 46.0%) (x2(1) = 70.38, p < .001).
Discussion
The first purpose of this study was to longitudinally examine changes in attitudes and motivation of Japanese seventh-grade students learning English. Scores on four out of five AMLE subscales decreased from entrance until the third or seventh month of the school year. Student's self-rated attainment also demonstrated a decline between the third and the seventh month. A stable state followed after the period of decline. These findings may be interpreted as a process of establishing dynamic equilibrium between the student and a new school subject (English), following perturbations (Wapner et al., 1973) . Studies on learning English during the whole junior high school period, from the seventh to ninth grades, have reported no decline in attitudes and motivation (Ishiguro, 1961; Yoneyama, 1979) . In these studies, however, surveys were conducted in September (Ishiguro, 1961) or in December (Yoneyama, 1979) . The results of this study indicate that students suffer declines in attitudes and motivation during the first three to seven months of the seventh grade, a period which the previous studies did not adequately study.
A possible cause for the declines in attitudes and motivation is the increased difficulty in learning English. Students start the learning through oral lessons, and in the next phase the main part of the lessons is directed to acquiring grammatical rules and translation, which are useful strategies for the entrance examination system in Japan. This kind of traditional and formal language learning takes much time and effort and students feel great difficulty, which may lead to these observed declines in students' attitudes and motivation in their learning English. Similar explanations are found in studies of learning other non-native languages (Jones, 1949; Jordan, 1941) . The difficulty also brings students a variety of success and failure in their oral answers to teachers and exercises in English classes. Thus, presumably they become more objective in self-evaluation of their attainments, which may lead to a higher correlation between self-rated attainment and corresponding achievement, as early as the third month after the start of learning.
At the onset, students tended to be so moderate in their expectancy of achievement that their goals were set far below the levels attained on their latest achievement tests. Goal marks, however, came to approach more closely to their latest achievement levels, as learning advanced. This process also implies that students have come to understand the reality of English examinations, and therefore that students' internalization of English as a new school subject in junior high school has proceeded.
The second question of this study was to examine whether students with high/low initial English ability levels expressed in knowledge of large and small alphabets, and boys and girls, reveal different patterns of attitudinal and motivational change. Students with more knowledge of both alphabets upon entrance (H group) had higher scores in the first English achievement test in May. The discrepancy between the H and L groups increased by the second achievement test. These findings about English achievement replicate Yamada's (1986) observation that individual differences in English proficiency exist before the entrance to junior high school and that the differences become greater during the seventh grade. Differences between the H and L groups were also found for all other attitudinal and motivational variables, except for the utility/familiarity subscale. The H group's positive performance in the above findings may clearly be based on the richness of their former learning experience and stronger initial background knowledge of English.
Another interesting group difference which emerged was that the H group showed a sharper decline in interest and emotion and self-perceived attainment than the L group. The H group's goals were also considerably lower than their latest performances at all the survey times. In particular, they set goals with less confidence than the L group at the seventh month and thereafter. Thus, it is likely that the junior high school environment is partly more detrimental to the H group students (those with more initial knowledge of English alphabet) than to the L group students in learning English. These results are contrary to Jordan's (1941) finding among British students, that a decline of attitudes toward the study of French is especially marked in the lower achievement English students. The H group in the present study seems to start learning English more intrinsically, which is suggested by their higher scores in interest and emotion than the L group's. The H group may be, however, more susceptible than the L group to the Japanese school context, where acquiring grammatical rules and translation are emphasized, and an extrinsic goal-seeking system is prevalent due to frequent examinations.
We found little relationship between initial English ability levels and perceived utility of English and familiarity with English-speaking people. The averaged score of the subscale scores over all survey periods was high: M=4.08. This indicates that seventh-grade students have a fairly high appreciation of utilitarian value of learning English, and of the desire to become more familiar with English-speaking people, regardless of individual differences in their initial English ability.
The H group was more extroverted. The non-significant Time main effect in the extroversion subscale suggests time stability of the extroversion construct, and it follows that the H group must have been more extroverted, not only in the seventh grade, but also in their past primary school days. The more extroverted students are assumed to have expressed themselves more easily, and have probably been more active in primary school classrooms than the less extroverted ones. Consequently, the former might achieve more than the latter in learning English alphabets as well as Romaji in their primary school days. This finding gives partial support for the common belief that extroversion is a desirable factor in learning languages (Brown, 1973) .
Sex differences were observed in most variables in the expected directions. Girls' higher scores in attitudes and motivation support Hatori's (1972) suggestion that girls excel in learning languages. Boys with less knowledge of alphabets at entrance exhibited lower scores than the other boys, and all of the girls when compared as to study habits and achievement tests scores. This result suggests that initial English ability levels are influential in boys as good predictive measures for subsequent learning of English . The finding that girls' study habits score did not differ statisti-cally from boys' score at the end of the seventh grade (T4), despite girls' superiority to boys in achievement tests scores at the same period, may imply that girls' higher English proficiency cannot be explained by sex differences in learning behaviors such as study habits alone, but rather by sex differences in affective domains as well, such as their interest and emotion and the utility/familiarity factor. Girls' tendency to have lower expectancy than boys is consistent with Crandall's suggestion (cited in Fischer & Leitenberg, 1986) that boys are more self-confident than girls. This tendency became more evident as the learning proceeded, as the Sex x Time interaction effect in GD scores demonstrates.
In the model of second language acquisition proposed by Schumann (1975) , parental encouragement is assumed to help students become successful learners. The lower the level of parental encouragement to learn English, the lower students' attitudes and motivation in general become. Specifically, boys with initial low ability received the least parental encouragement and got the lowest achievement tests scores among all the subjects. These findings indirectly support the above finding of Schumann (1975) .
To clarify types of motivation involved in learning English in the Japanese school context was the third goal of this study. The results of a factor analysis of responses to AMLE indicate that instrumental and integrative types of motivation were not differentiated from each other among Japanese seventh-grade students at the beginning of their learning. Integrative motivation was defined and has been studied as a desire to communicate and affiliate with English-speaking people (e.g., Gardner & Lambert, 1972; Yoneyama, 1979) . In Japan there may be a lack of real opportunities to learn English for integrative or more social reasons because of the relative absence of English speakers (Genesee, Rogers, & Holobow, 1983) .
Such an explanation gains support from the fact that attitudes towards the cultural and social systems of English-speaking people were not isolated as one factor by any factor analyses. This suggests that seventh-grade students have little concept of the cultural or social systems of English-speaking people as being different from their own cultural and social system, which is the normal target in integrative motivation. It follows that there exists little essential integrative motivation for these students.
An essential follow-up step would be to develop and examine useful types of psychological interventions to help all students in structuring and appreciating the learning of English as a new school subject in a more positive manner.
